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This paper discusses aspects of conpetency-based 
teacher education in order to provide useful information for 
developers. Some essential elements of a competency-based program are 
described, and three approaches for bringing about programmatic and 
organizational changes necessary for competency-based program 
development are defined. Advantages and disadvantages are listed for 
€>ach of these approaches. Problems that reflect a variety of 
strategies -jmployed in programs at the State University College in 
Buffalo, New York are identified and discussed: (a) the 
idientification and verification of competencies, (b) the development 
of a delivery system, (c) the initial involvement of faculty, (d) the 
degree of field-centeredness, (e) the dilemma of assessment and 
record keeping, and (f) scheduling for individualized and self-pacing 
instruction. A five- item bibliography is included, an>d "Handbook for 
the Development of Instructional Modules in Competency-Based Teacher 
Education Program" is appended. (PD) 
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RELATED PROBLPfS AND STRATEGIES 
FOR THE 

DEVELOPMENT AND IMPLBIENTATION 
OF 

CBTE PROGRAMS 

Introduction 

The main thrust of the Teacher Corps Project at State University College 
at Buffalo for the past three years has been the development and implementation of a 
Competency Based Teacher Education program. As we moved toward our goal we encountered 
some key decision points and resultant problems. For those readers who are beginning 
to embark on a similar venture, we offer the following description of those decisions, 
problems, and alternative solutions with the hopes that it may provide some cautionary, 
but useful information to developers. Perhaps it will generate better alternatives 
than those we have experienced in our project implementation. In addition, we have 
inserted throughout the report, some problems and decisions encountered at other 
institutions. IVhatever the outcome as a result of reading this report, we would 
like to emphasize that though we have encountered hurdles in development and 
implementation, we feel that Competency Based Teacher Education is currently the 
strongest viable alternative in teacher education. 

Foundation for a Competency Based Teacher Education Program 

As we view it, a Competency Based Teacher Education program is one 4»n which 
the competencies to be acquired by the prospective teacher, and the criteria to 
be applied in assessing the competencies of the prospective teacher are made ex- 
plicit, and the prospective teacher is held accountable for meeting those criteria. 
The competencies specified should be those particular understandings, skills, be- 
haviors, and attitudes believed to facilitate the intellectual, social, emotional, 




and physical growth of children. 

A Competency Based Teacher Education program is not a philosophy; it is 
a systemized delivery system which offers open communication between all of the 
rarticipants. In fact the Competency Based concept offers a unique blend of 
philosophies hopefully drawing upon the strength of each. It is Essentialistic 
in nature in that it requires students to demonstiate cognitive knowledge about the 
fundamentals of learning; it is Perennialistic in nature because the CBTE concept 
insists on demonstrated evidence of mastery of the basic cognitive, and demonstrative 
foundations; it is i'rogressivistic in nature because it readily acknowledges the 
state of flux in many areas of educational concern, and provides the machinery for 
continual revision and growth; and finally, it is Existentialistic in nature because 
it does provide the student with choice in the manner in which he is to learn and 
demonstrate his ability. 

Essential Elements of a Competency Based Program 

Before a decision car be made by an institution moving toward a competency 
based program, a thorough examination of the essential elements and related character- 
istics should be made. A good description of these appears in a document p-'-epared 
for AACTE by Stanley Elam.^ Although the description offered by Elam is a consensus 
of major developers of competency based programs, we recommend that the final 
decision as to what will be the basic or essential ingredients of a particular pro- 
gran be left to the discretion of the individual institution. For example, the 
Teacher Corps project at State University College at Buffalo has taken those essential 
elements listed by Elam: 

1) Teaching competencies to be demonstrated are specific, made public in 
advance, and are written in measureable terms. 
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2) Assessment criteria to be used are specific, made public in advance 
and are competency based. 

3) Assessment takes into account student knowledge, but also requires 
student performance as evidence of competence. 

4) Student's rate of progress is competency based rather than time 
based. 

5) The instructional program facilitates student's achievement of 
specific competencies. 

and has incorporated the following characteristics as also essential: 

1) Training must he field centered, and thus a multi-institutional 
pattern of organization is necessary. 

2) The availability of learning options to reach specified objectives 
or competencies. 

0 

3) The program must allow for self-pacing. 

4) The student is held accountable for performance. 

5) A systemic approach is employed which is both open and regenerative. 

6) The role of the teacher is viewed as an enabler of learning. 

It is important that throughout the discussion of problems and altem&te 
solutions, that one keep in mind the basic characteristics which structure the 
development of the program. In other words, it seems imperative to us that one has 
a basic concept of the developer's intentions when decisions are made in order to 
establish some rationale. 

Determining Where to Begin 

An institution has as one of its first key decision points, that of 
deciding where to begin in terms of bringing about the programmatic and organizational 



changes necessary for competency based pro?^*nffi uevelopment. We would like to 
suggest that, in our vie\s7)oint, there are three major procedures or approaches 
which may be available for adoption as a starting point: 

1) Conservational 

2) Transformanional 

3) Pluralistic 

The ^•conservationar' approach is defined as an approach which takes into 
consideration the present teacher education program and provides for the translation 
of courses into a competency based mode. The essential elements of CBTE are adhered 
to but the limitationii are bound by the conversion of one, two, or three courses 
in the professional sequence. Another variation of the conservational approach is 
the translation of pr^jsent courses into competency statements with the intent that 
the traditional course will deliver the competencies stated. A third variation is 
to convert a cluster of related courses (i.e. educational psychology, human growth 
and development, methods) into a number of instructional modules which are in effect 
interdisciplinary. 

Some advantages of this approach: 

1) It offers the opportunity to pilot a CBTE project without the resultant 
delay caused by the pursuit of total commitment. 

2) It provides a controlled immersion into the competency based concept 
which may «ase the pain of change. 

Some disadvantages: 

1) With this approach there remains the possibility of not taking into 
account the total program picture or the "gestalt" of the intended 

product . 
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2) There is also the possibility of the tendency to "warm ever" or 
rehash the same old structure. 

The second approach is at the opposite end of the spectrum and is called 
"transformational." This procedure involves the identification of competencies 
which the institution has decided are important to the formation of the teacher. 
Thereupon, the development of appropriate instructional materials and procedures 
which lead to those goals (competency achievement) is also accomplished. 

This approach may be arrived at as a result of a theoretical base, a 
study of the role of teachers, as study of children's needs, etc. One advantage 
of the approach is that with total conceptualization, program evolvement is given 
a stronger basis for existence. The disadvantage is the amount of time and ex- 
pertise needed to develop the total package. However, there are many resources, 
such as other programs which have developed in this direction, that are available 
for visitation and consultation. Another valuable source for such conceptualization 
is the original planning documents of the Elementary Model Prof^rams. 

The third approach is "pluralistic" in nature. Developers who use this 
approach possibly translate coursework into competency statements and dev^gtpA 
modular instruction. From this, a number of competencies that are generi^^She 
professional sequence are gleaned out as essential and therefore, basic competencies. 
This ir. followed by the redevelopment of original coursework and the creation of a 
new instructional component which would, in a sense, guarantee basic teaching 
competencies which would be achieved by the graduates of the program. 

The advantage of such an approach lies in the strategy used for develop- 
ment. It allows for faculty teaming. Faculty developmental and implementation 
teams can be utilized to work toward a variety of competency based programs. Each 
team is considered a "pilot" project and each is responsible for sharing the findings 
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and commonalities of its program. 

The disadvantage lies in the number of faculty available to do this, in 
view of the fact that perhaps they would still be responsible for other institutional 
commitments. Smaller institutions, would find it advantageous to develop relation- 
ships with larger institutions or to form a consortium with schools of similar purpose. 

These three approaches, 

Conservational 

Transformational 

Pluralistic 

reflect our interpretation of the three major avenues to change available to in- 
stitutions moving toward competency based teacher education development. For 
another treatment of program translation, the reader is referred to the chapter on 
"Deterrafning Objectives" in Houston's book on strategies and resources^ and to the 
chapter by Jones on "Implementation of Programs" in Compete^icy Based Tea-cher Education 
edited by Houston and Howsam.'* 

In our situation, we began with the modest goal of attempting to translate 
one or two specific courses for Teacher Corps interns into competency based components. 
IVhile our initial success was less than spectacular, our perceptions concerning 
the path to our goal were brought into sharper focus. Our efforts during the first 
two years were directed at two major functions: first, to continue to develop as 
many competency based components within the program as possible; and second, to 
attempt to spread the word concerning the CBTE concept throughout the Division of 
Education, and the College as a whole. We were able to either directly or indirectly 
develop components of Module Clusters in Educational Psychology, Foundations of 
Education, Reading Diagnosis, Language Arts, The Teaching of Science, Linguistics, 
and general methods. In addition to our own use, hundreds of copies of the above 
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Module Clusters have been disseminated to other institutions throughout the country 
as foundations for the development of their own programs. 

The present major task is the completion of a Taxonomy for our program 
which will serve as the gestalt and at the same time provide a focal point for the 
further development of competencies. At the same time, we realize that such a 
document may become obsolete soon after it is in operation. We believe that as 
new learning theories are developed, as new curriculum are instituted, and as 
education moves forward, a CBTE program or any education program must be regenerated 
or it will quickly lose its relevancy. 

On the following page is *'An Abridged Graphic Taxonomy for CBTE^' which 
reflects some of our thinking in terms of a Taxonomy. (See Chart 1) It should 
be noted that it is not complete nor is it necessarily behavioral. The actual 
behavioral objectives wojuld result from the broad objectives in the Taxonomy. 

Related Problems and Alternative Solutions 

The Teacher Corps Project at the State University College at Buffalo and 
other programs utilized a varied approach in the three years of development and 
implementation. We have proceeded from translating single courses (conservational) 
through the development of a taxonomy of basic competencies (transformational) . 
During this experience we have noted that there are problems generic and possibly 
inherent in all approaches. These problems reflect a variety of strategies employed 
in several programs though not discussed in any necessary order. These are identified 
ast 

1) The idenvification and verification of competencies 

2) The development of a delivery system 

3) The initial involvement of faculty 
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4) Tne degree of field-centeredness 

5) The dilemma of assessment and record keeping 

6) Scheduling for individualized and self •pacing instruction 

Taking one problem area at a time, a discussion of alternate solutions 
and considerations is offered • 

The Identification and Verification of Competencies 

Programs have experimented with the identification of competencies in 
several ways. At Buffalo, the general strategy has been to identify basic com- 
petencies from three sources: 

1) Research • There is a multitude of studies which reveal those 

competencies v/hich effect learning. ^ 

2) Logical Argument - There are several competencies which staff can 

logically defend as necessary from their expertise 
in teacher education. 

3) Gut Level - There are some competencies which our intuition 

tells us should be a necessary component of a 

teacher education program. 
These three sources help to build a beginning structure for competency 
based program development but do not necessarily guarantee the omnicompetent 
teacher* 

A second strategy we have used is to identify the role of the teacher* 
In Teacher Corps projects, team teaching is a requirement. Therefore, our identific- 
ation of the role of a teacher was correlated to that of being a member of an in- 
structional team. The roles identified ranged from observer, planner, small group 
instructor, tutor, media specialist, diagnoser of learning problems through team 
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leader. As each of these roles were defined, appropriate competencies for each 
role were specified. Learning components were then developed to facilitate the 
achievement of the specified competencies. 

A third strategy utilized has been that of creating a taxonomy of 
competencies which represent the total construct of the teacher as a person. For 
example, our taxonomy presently includes these six categories: human competencies, 
communicative competencies, diagnostic competencies, prescriptive competencies, 
implementive competencies and Professional concept (see chart 1). In each of 
these classifications, a number of competencies are being specified. Instructional 
modules are being developed to deliver the instruction and experiences necessary 
to achieve an acceptable level of competency. This strategy is currently under- 
going a pilot phase. 

Other problems for which there ^re not any alternatives are those related 
to research. Research of the competencies identified should lead to the verification 
of those which indesd have an effect on children's learning. Competency based 
programming is a conducive model for research. 

Deciding on a Delivery System 

Developers face the task of deciding how they will deliver the program 
which has the characteristics mentioned earlier in the description of those elements 
essential to competency based programs. 

Some programs, such as ours, decided to utilize the instructional module 
because its format allowed us to provide for such elements as specificity, self- 
pacing, alternate learning activities, and assessment procedures, (see Appendix A) 
Other programs have utilized contracting as a competency based vehicle. These 
programs spell out all of the competencies they will hold the student accountable 
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for, provide a pre- assessment, and then develop a contract with the student which 
is designed to achieve those competencies he is lacking. In addition, a number of 
learning activities and projects are made known to him for his optional selection. 
This kind of procedure you will note also takes into account most of the essential 
elements of competency based prograin: assessment, self-pacing, individualized, 
learning options, etc. 

It is our feeling at this stage of development that no teacher education 
program will be entirely modular. Modules in themself cause problems. We have 
found in our experience that students must go through a period of instruction, 
indoctrination, or a "hand-holding" stage as they are first introduced to modular 
learning. It seems that we did not take into account that our students had been 
conditioned over twelve to fifteen years of schooling to be teacher dependent for 
their learning. The freedom they are exposed to in modular instruction takes a 
while to get used to. Problems related to self-pacing and learning style are 
common. In the early stages of modular instruction, faculties will find it necessary 
to guide students as they make the learning decisions required In modular instruction. 

Module development is a "people thing." The more people involved the 
more relevant the module. If the module is decided upon *s the vehicle for deliver- 
ing instruction, decisions related to module relevancy and acceptability are faced 
continuously. A strategy employed in our project which we have found to be 
beneficial, is the utilization of a modulo review committee. The committee consists 
of professors, public school teachers, interns, and Teacher Corps administrative 
staff. Each module is reviewed by this committee before and after the interns 
have completed them. 
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Initial Involvement of Faculty 

Three problems which face developers in the training and involvement 
of staff are: ^ 

1) Available resources - financial as well as personal 

2) Changing role of the professor 

3) Reward system of the University 

Competency based programs demand that the role of professor change from 
information giver to developer, counselor, facilitator, designer of learning ^, 
activities, etc. At least initially, the professor is involved timewise much more 
so than traditionally. Therefore, the reward s/stem of the university (service, 
publish or perish) must take into account these kinds of responsibilities and 
support those professors highly involved in the process of development and im- 
plementation. 

We have found that professors need to reorganize their approach to the 
teaching of college classes in a competency based program. The program demands 
advanced planning and careful identification of alternative resources and/or 
learning activities. Whether the. program calls for module development or a re- 
design of the coursework to a competency base, the traditional adherence to class 
attendance, lecture orientation, assignment of grades must also undergo change. 
It appears that professors have also been conditioned and, therefore, a program 
of reconditioning and support must also be a component of the inservice college 
training program. 

Although some projects have been fortunate enough to have Teacher Corps 
projects or other grants, the amount of finances needed to redesign current programs 
have not been excessive. Teacher Corps funds, for example, have for the most part 
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been cost of instruction and intern salaries. Very little funding has gone for 
development. 

Degree of Field Centeredness 

Question? related to this problem area are related to the establishment 
of new kinds of relationships with public schools, where the public schools become 
partners in the educational process of training teachers as well as teaching 
children. 

Where will most of the professional training take place? Simulated 
experiences on campus or real life experiences with children in schools? How much 
of the program will be on-site? In Buffalo, the Teacher Corps project has been 
developing the Portal School concept. The public school and community are active 
partners in developing the teacher education program. Inservice and preservice 
instruction are blended in some instances. As a result of moving off-campus 
institutions will be facing a host of human relations problems due to the in- 
creased number of people involved. 

Another caution in moving to a field setting is that once teacher education 
students are involved with children for long periods of time they seem to develop 
what we call the fie Id- centered syndrome. One which in a sense causes them to re- 
ject everything but what is applicable to the here and now. Some fail to see the 
need for learning theory perhaps because of the seemingly ••easy'» application of 
the text book approach to learning which surrounds them in their daily contact 
with public schools. 

Field centeredness which provides the laboratory setting necessary to 
implement the pt^rformance and consequential objectives of a CBTE program in and of 
itself can produce a number of problems. 
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The mere logistics of providing manpower in diverse public school settings 
suggests working with fewer schools while increasing the interns in each school. 
This direction is embraced by the t»ortal School concept (a teacher education/ 
public school site jointly sponsored by a university and public school system). 
However, developers need to be aware that merely designating any ongoing school as 
a Fortal School is not sufficient to meet teacher training needs. If the public 
schools are to act as an extension of the colleges, then public school teachers 
need to be retrained to insure their own competency in all of those areas deemed 
essential by the teacher training program. In addition, the goals of a Portal 
School must be reflective of both the needs for training teachers, and the needs 
for changing the behavior of children. IVhile these needs will be compatable in 
^most cases there can be exceptions. 

In the ideal Portal School a building is designated as the Portal School, 
and completely restaffed with teachers who are recruited from the system at large. 
This at least insures initial total commitment, and will allow the director to 
select staff members that are in themselves not only competent but most likely 
dedicated to the same teaching styles that the program will emphasize. For 
example, individualized instruction and team teaching. 

In addition, with sufficient lead time the public school staff can also 
be trained in techniques such as supervision, and focused observation which allow 
them to function as adjunct teacher educators. In effect, the Portal School 
concept blends inservice and preservice education. 

Unfottunately ^•ideal" Portal Schools will most likely be the exception 
rather than the rule for numerous reasons. Among these are the possibility of 
problems related to collective bargaining and the anticipated disruption of the 
ongoing operation. Most public schools districts feel that they have enough 
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problems of their own without taking; on added responsibilities^ and do not see 
teacher training as their function. 

In reality, then, the strategy which is most often used is the adoption 
of a public school utilizing the faculty already present and designating it as 
a Portal School. At best one can expect only partial faculty support, and even 
less dedicated long term commitment. 

Record Keeping and Assessment 

Assessment in competency based programs must necessarily include a 
variety of procedures, ranging from paper and pencil tests, observation systems, 
through informal competency checks. This variety of procedures and the complicated 
task of assessing competency call for the development of a teaching profile. The 
profile indicates a running account of where the student Is in terms of accomplish- 
ing the stated competencies in the program. 

In an earlier project we utilized a competency profile which indicated to 
us whether the competency was assessed through a conference with the student or 
an observation and whether the assessment was positive or negative. If programs 
are dealing with a great number of specified competencies, it seems reasonable 
that some of them may be assefssed through a conference with the student. However, 
when teaching competency profiles indicate a high ratio of conference type assess- 
ments over observational types, programs of Increased observation were prescribed. 

Grading becomes a problem in competency based programs because there are 
no failures. Competency is either achieved or the student is recycled into another 
learning activity. It also is a problem because grading policies and practices are 
institutionalized. Some programs are utilising the "Incomplete** or "In Progress" 
grade in addition to "Pass" or '•Fail'*. This creates a number of problems for 
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students. For instance, graduate progi-ams call for a certain grade point average, 
therefore, admission to these programs become complicated. Grading in itself has 
been a controversial issue, but we feel that policies can be created which will be 
acceptable to the profession. 

Scheduling 

Since we are still time-based (semesters) and course bound, the scheduling 
of students and instructional activities become a problem. Developers will be fac- 
ing a number of decisions, such as, will the schedule be student centered so that the 
program will reflect, self-pacing and student needs? Can a schedule have some 
structure but still remain open-ended? Do we have computer resources which may be 
of assistance? The requiremoats of available learning options and self-paced 
student progress cause great consternation with program designers. Modular in- 
struction does not eliminate the lecture but utilizes the lecture or one learning 
option. The professor conditioned to compulsory class attendance has to overcome 
an egocentric response to the selection of other instructional activities by 
students. 

Institutions may find that a schedule of optional activities posted one 
week in advance and the requirement of signing up for these activities may be more 
manageable in the beginning. This will give students and staff time to adjust to 
the new freedom to learn. 

We have presented a number of problems and alternate solutions related to 
competency based development. We by no means have intimated that these are final 
answers. The competency based movement is in its pioneering stage and there will be 
more problems to face. It may require an optimistic point of view, but once one gets 
involved in this exciting and challenging venture, there is no turning back. The 
only alternative available to us is the traditional teacher education program which 
^ in many instances has failed. 

""^ «is. 
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APPENDIX A 

The following information is from Section V Modul 
and Program Structure: 

Handbook for the Development of Instructional 
Modules in Competency-Based Teacher Education 
Program. 
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SECTION V 
M3DULBS AMD FROCSIAM STRUCTUBE 

In tbd deTelopnent of t teacher educfttlon progrem eonslstiog of 
eccspetency-*ba8ed modules. It Is helpful to reduce the various areas 
of ccapetence and their associated instructional activities to the 
loyest dencQinator. This in turn calls for a reetructuriog of these 
Icfiresi dsnooinators into a cooplete package vhich alght he labeled 
"teacher education progrsn." .As suggested earlier, the smallest 
element in the structure proposed here is referred to as a "module." 
Qenerally, isolated modules are of little value; it is only vhen 
they are combined vith other aoclules end vith several groups of 
modules that they beccme menningfol. 

One advaatege of using a modular apjroach in teacher education 
is that once a sufficient nutfher of nodules have been dereloped, the 
instractor in cooperation vith the student can select those groups 
of modules and individual modules vithin each group vhich fit the 
individual needs of the student in relationship to his expected role 
as a professional educator, rurther, the "buyer of the product," in 
this case the local school district, has a greater assurance that 
the "product" nhieh it is buying is going to have competencies i*ich 
CGB^ement the district's educational program. 

This section examines tvo g:uite similar program structure 
hierarchies: (l) a module based on a single objective or, at most, 
tvo related objectives, a module duster, a component, and finally 
a prcgram; and (2) a module based on a cluster of objectives, a 
ccnponent, and flnal3y a program. The differences betveen these 
tao types of progrem structure are perhaps more academic than 
sl^^iif icant although coea&on terminology vlU contribute to better 
sharing of ideas end products. 

I 

BEST COPY AVAIUBLE 
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Aa instrticttcftel module baa been preTlousXy defined 68 a e«!t of 
leamloft aetivltlee intended to facilitate the student's achievement 
«iad demonetration of an objective or set of objectives. That definition 
vaa expwded in an eiamlnation of elenents of the Instructional modvlsi 
an objective or objectives, prerequisites, pre-asseosoent procedures, 
Xeexning alternatives, poat^assesstfient procedures, and remediation 
procedures. Where program designers might opt for the "one objective 
to a module** notion, it ^vlCL generally be the case that a single 
iaodale would net s-fcand aldne^but would rather be a part of a groxip of 
conceptually related sodu3.es— a module cluster* 

Modu le (fluitter 

Scsae programs wUl no doubt buUd liiatructionsl modules Aroiu:d a 
group of related objectives flhila othoi'S will build a series of aodul.fi8, 
each with but one specif liK'l objective or two closely related objectives. 
irhi<Jh«vcr format is uaed, the point is dear: a single 6bjective >rlll 
rarely stand alone and be meaningful except as it is related to other 
gbjediives. Human behavior is far too complex a process to expect 
isolated outcomes to be meaningfaS.. Building on an earlier example, * " 
the foUjoving is an example of a &<odule cluster which would be built 
around a series of related modules* The ability to use a half -inch 
videotape recorder woul'it be the focus of a single modtae which when 
cocibined with other modules on the use of other tirpes of videotape} 
recorders and with modules on the repair end cleaning of videofcapo 
recorders would be grouped together into a module cluster which miebt 
be referred to as a vldeotepa recorder use and care dtister. 

. llie reader will note that the swe objectives nhich would be 
specified in the above eiuuBipXe might-*in a different pro-am stznicture" - 
be coobined Into a giroup, and the leamlsg alternatives relevant to that 
group nf acti'vitleo could be perceived as & single module. 

A eosipo&ent i9-x-dop«nd.lng upon the program structure favored*** 
* related group of modules or a reJ.attid group of module clusters which 

BiSTCOPUVAIUBLE 



ccwpleaaent each other wad form the 'oasJLfl for vhat adght ><5 caXled 
ttouraeft in traditlcnaX profip?aafl. StiU, xiaixm the prevlon:} exemple, 
A CGDpoaent might include all of the ffiodulea— or wj.oAiul.e clustera^ 
dealing vith the use and care of m«wGy types of 8«di.o«visueJ, etjalisaent 
and matei*ial9« Indeed, the ccDponent might be given a coumc-Xike or 
diacipline-3._:Use label ouch an "iaotructional ccoimnlcationa/* 

The teacher education progrwa, therefore j coaeista of oU.. of the 
caapoaeata. To carry oi\r exemple one atep further, ''Instructional 
CGBffisunicatione" in conjunction with other octnpondata including 
ccwpononta axwb ao "edvcatlonal poychology*" "chiJd derveloisiBenta" 
and '*saclA3.*cultural fcunAations,** vould constitute the program* 

Vrtmxm M odel 

The two fispwcB vUch foBotf are intcwd'Sd to depict the two types 
of progX'Ri otracture ve ho:7e dl.sousaed. 
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